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ABSTRACT 

The verbal and nonverbal behavior of sixth-grade 
children tutoring third*grade children was analyzed. The behavior of 
a sixth grade tutor in a short tutoring session was videotaped. To 
control the performance of the tutee, a confederate was used vho 
acted in a predetermined manner; the tutee*s performance was made to 
appear either very successful or very poor. It was expected that the 
performance of the learner vould be reflected in both verbal and 
nonverbal behavior. Results shoued that vhen the student was doing 
well there was a greater proportion of posit ively*toned affective 
statements made by the tutor, and when the student was doing poorly 
there were more negatively-toned affective statements. Likewise, the 
nonverbal behavior of tutors tended to reflect the student's 
performance. The relationship between verbal and nonverbal behavior 
also was examined. (Autfeior/PD) 
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Statement of Focus 



IndividuaUy Guided Education (IGE) is a new comprehensive system of 
elementary education. The following components of the IGE system are In 
varying stages of development and implementation: a new organization for 
instruction and related administrative arrangements; a model of instructional 
programing for the individual student; and curriculum components in prereading, 
reading* mathematics, motivatton, and environmental education » The develop-* 
ment of other curriculum components, of a system for managing instruction by 
computer, and of instructional strategies is needed to complete the system* 
Continuing programmatic research is required to provide a sound knowledge 
base for the components under development and for improved second generation 
components » Finally, systematic implementation is essential so that the prod- 
ucts will function properly in the IGE schools* 

The Center plans and carries out the research, development, and imple«* 
mentation components of its IGE program in this sequence: (I) identify the 
needs and delimit the component {»t>blem area; (2) assess the possible con- 
straints -^financial resources and availability of staff; (3) formulate general 
plans and specific procedures for solving the problems; (4) secure and allo- 
cate human and material resources to carry out the plans; (5) provide for 
effective communication among personnel and efficient management of activi- 
ties and resources; and (6) evaluate the effectiveness of each activity and 
its contributton to the total program and correct any difficulties through feed- 
back mechanisms and ap;»*opriate management techniques* 

A self-renoiVing system of elementary education is i»rojected in each 
participating elementary school, i*e*, one which is less dependent on external 
sources for direction and is more responsive to the needs of the children attend- 
ing each particular school. In the IGE schools, Center-deveioped and other 
curriculum products compatible with the Center's instructional programing model 
will lead to higher student achievement and self-direction in learning and in 
conduct and also to higher morale and Job satisfaction among educational per- 
sonnel* Each developmental product makes its unique contribution to IGE as 
it is implemented in the schools. The various research components add to the 
knowledge of Center practitioners, developers, and theorists. 
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I 

Introdiictloii 



In recent years much interest has been 
expressed in using elementary school children 
to tutor their peers and childn^n even younger 
than themselves* While there is some evi- 
dence showing that such tutoring is beneficial 
to both the tutor and the tutee (see Sheehan, 
Feldman^ & Allen, 1974, for a comprehensive 
literature review) , little is known about the 
psychological processes which occur during 
such dyadic interactions* Indeed, except for 
occasional studies on teaching styles of 
tutors (Cicirelli, 1972; Feshbach & Devor, 
1969), there is no research into the behaviors 
occurring naturally within a tutoring session* 

The present study focuses on the tutor's 
affective behavioral reactions to the perform-* 
ance of his tutee* Although other studies 
have shown that the success or failure of the 
tutee leads to differential attributions of 
ability and liking tor him when assessed 
following a tutoring session (Feldman & 
Allen, 1974a} I no studies have examined 
the behavioral manifestations of affect 
in an ongoing teaching session* It seems 
obvious that the performance of the tutee 
will affect what the tutor says verbally* 
Instances of failure will likely lead to cor** 
rection, and more explanation, while success 
will elicit responses of a different sort* How-* 
aver, it is also reasonable to assume that the 
affective content of the tutor's verbal output, 
quite apart from what is specifically reqtiired 
by the demands of the teaching situation, will 
be affected by the tutee *s performance* Since 
it has been shown that tutors like successful 
tutees more than unsuccessfiU ones (Feldman 
& Allen, 1974a) , tutors would be expected to 
behave verbally more positively toward suc- 
cessful tutees than toward unsuccessful ones. 

Another important factor which is likely 
to be affected by the success of the tutee is 
the nonverbal behavior of the tutor* It is 
well-documented that nonverbal behavior of 
the adults follows relatively specific patterns 
and is related to stimulus factors in the social 



ecology in lawful ways (Argyle, 1969; 
Mehrabian, 1972) « As an obvious instance, 
positive affect is frequently shown by a 
greater degree of smiling and nodding beiiavior. 
Conversely, displays of frowning and head- 
shaking are indicative of attitudes of negative 
affect* It seems likely that differential non^ 
verbal behavior will occur similarly in response 
to tutee success or failure * 

One measure of nonverbal behavior that 
is of particular interest is the amount of eye 
coniact and the gaze direction which occurs 
during an interaction* Argyle and Kendon 
(1937) have noted a positive correlation between 
degree of eye contact and positive affect; this 
has been substantiated in other studie3 (Duncan, 
1969}* It is probable that eye contact and gaze 
direction would be affected by the performance 
of the tutee in a teaching situation, with 
greater eye contact occurring during instances 
of tutee success* 

It is also reasonable to assume that a 
positive relationship will exist between verbal 
and nonverbal behavior* For instance, verbal 
praise is likely to be accompanied by smiling^ 
while corrections and admonitions may occur 
simultaneously with frowns* However, speci- 
fic patterns of simultaneous vert>al and non** 
verbal behavior have not been demonstrated on 
other than a very gross level* One of the aims 
of this study is to examine the relationship 
between verbal and nonverbal manifestations 
of affect* Of particular interest is the possi*- 
bility that the verbal-*nonverbal relationship 
will differ according to the performance of the 
tutee* It is possible that under conditions of 
tutee failure verbal statements representing 
positive affect will bo accompanied by nega^ 
tive nonverbal behavior, since verbal behavior 
may be more under the control of the tutee and 
less representative of his actual attitude* 

For this study, the behavior of a sixth** 
grade tutoi in a short tutoring session was 
video-*taped and the content of both the ver* 
bal and nonverbal behavior of the tutor 



was analyzed. In order to control the per*^ 
formance of the tutee* a coiifederate was used 
who acted in a predetermined manner; the 
tutee's performance was made to appear either 



very successful or very poor. It was expected 
that the perf<»rmdnce of the learner would be 
reflected in both the verbal and nonverbal be«- 
havior of the tutor* 



n 

Metiiod 



Tiitoft 

Subjects who served as tutors were 56 
sixth*grade children (25 males and 31 females) 
from local public schools* Subjects were re* 
crulted from a randomly selected sample of 
public school children through letters to their 
homes offering $2*00 for participating in the 
experiment* 



TyteM 

The experimental manipulations required 
that each tutor experience a specified sequence 
of success or failure responses from his tutee* 
Therefore , the tutees were not actually naive 
younger children, but confederates of the ex*' 
perimenter trained to answer in a standard 
manner according to experimental condition* 
Two younger third-grade children # one boy and 
one girl, were used throughout the experiment 
to play the role of tutee* 



Precedure 

The experiment was divided into two 
sessions occurring approximately one week 
apart* Subjects were given instructions on a 
concept^formation task at the first session 
and taught the concept to a younger child of 
the same sex at the second session* Experi*" 
enced elementary school teachers taught the 
concept of ''trapezoid** to a group of subjects 
in a session lasting approximately 45 minutes* 
The subjects received instructions on three 
simple niles for identifying an instance of 
trapezoid and, at the end of the session, were 
administered a 'Trapezoid Concept Attainment 
Test*' (Cicirelli, 1971) to ensure that they 
understood the concept of trapezoid* 

Within one week of the first session 
subjects returned individually fc»- a second 
45-minute session to teach the concept of 



''trapezoid" to a same*-sex confederate aerving 
as the tutee* Subjects were given two copied 
of a specially prepared booklet enutled 
"Trapezoids, " which they used in teaching tl«e 
tutee* On the first page of the booklet were 
the three rules for trapezoide, and on the tol^ 
lowing page were three examples of a trapezoid « 
The remainder of the booklet contained a 
"Trapezoid Test/' conposed of a set of geo» 
metric figures taken from the "Trapezoid Con<* 
cept Attainment Test* " Half of the figures were 
examples of a trapezoid and half were non* 
examples* The tutor's booklet, labeled 
"Teacher's Answer Book, had the anawere to 
the test questions* 

Before meeting with his tutee each sub- 
ject was given explicit instructions on how to 
teach the trapezoid concept* Tutors were told 
to explain the three rules of trapezoid identi** 
fication and then to explain why the three ex* 
amples were trapezoids* Subjects were given 
the following instructions concerning the trape* 
zoid test: 

For each page, read the number and 
the question, "Is this a trapezoid?" 
Tell your student if he is right or 
wrong* If your student is wrong, 
tell him the right answer and why he 
was wrong* When you have done 12 
of the questions, go over the three 
rules for trapezoids at the beginning 
of the book again and show him the 
examples* Then begin the test at 
Question U* 

Thus, after completing the first half of 
the test, the tutors reviewed the rules tor 
trapezoid identification and then completed the 
other 12 items of the test* Tutors were told 
that the test was to be given orally, and were 
asked to be sure that the tutee could not see 
the answers in the "Teacher's Answer Book* " 
Subjects were then introduced to the tutee 
(confederate) for the actual teaching session* 
The tutor and tutee were left alone in a small 
room and told that the experimenter would wait 
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outside until the teaciung session was com** 
pleted. 

The tutor was seated directly opposite 
the tutee across a narrow table about 3 feet 
wide. Behind the tutee was a hidden camera 
which faced the tutor at a slight angle. The 
tutor^s chair was posltionea in the midst of 
other furniture to ensure that it would net be 
moved radically during the teaching session. 
This furniture arrangement also discouraged 
the tutor from leaving the side of the table 
opposite the tutee. 

For this study « only data from the 
tutors* behavior on the first half of the test 
(12 items) were used. It was thought that 
the clearest assessment of the tutor's reaction 
could be achieved prior to the reteachlng of 
the concept. 



Experlmefitol Destsn 

A 2 X 2 factorial analysis of variance 
design was used* The two factors were: 
(1) tutee 'a performance on the test items 
(success or failure) , and (2) sex of subject 
(male or female) . Subjects were assigned 
randomly to one of the following conditions 
in which the number and sequence of correct 
answers that the confederate gave on the 
concept*formation task was experimentally 
manipulated. 

1. Successful Performance, In this condi- 
tion, the confederate performed well on the 
12-ltem test. To provide verlslmihtude « the 
confederate answered Incorrectly on three 
trials (2S%) distributed evenly across the 
test. The remaining nine items (75%) were 
answered correctly. 

2. Fa^lna P^rfprm^nce . The confederate 
answered erroneously on 75% of the trials in 
this condition, answering correctly only three 
times. This condition is the obverse of the 
Success condition: the confederate gave 
correct answers only on those Item^ answered 
erroneously in the Successful Performance 
condition. On the nine remaining questions, 
the confederate either answered erroneously 
or said he didn't know the answers. 

To aid the confederate in giving the 
required sequence of answers, the "Trapezoid'* 
booklet he was given was specially prepared 
for the experimental condition. The predeter** 
mined answer the tutee was to give for each 



Readers interested in questionnaire 
data from this study may refer to Feldman & 
Allen, 1974a. 



trial was indicated to him by a light mark on 
his booklet. 



Oependenf Meoturts 

Upon conclusion of the teaching session, 
the experimenter admlnisteied a brief question* 
naire to the tutor and the tutor was paid. Be-* 
cause the subjects were so young they were 
not told that a confederate had been used. All 
subjects were encouraged to express their 
feelings about the teaching experience and were 
given assurances that they performed success-^ 
fully in Uie experiment. 



Method of Anotyslt 

A video tape was made of each tutor as 
he administered the first 12 items of the con** 
cept attainmant test. Only the nine critical 
test items in which the tutee*8 performance was 
consistent with his condition (success or 
failure) were used in the analysis; data from 
incongruent performance test trials were not 
included. 

The affective content of the tutor's 
speech was determined from typed transcripts 
of the tutc^ng sessions. Three categories were 
used for assessing tutors* verbalisations: 
positive affective tone, negative affective 
tone, and neutral affective tone. A logical 
phrase, usually a statement, was used as the 
unit of analysis. Examples of phrases coded 
as representing positive affect are, "That's 
right, " or ''You're really catching on. " Ex- 
amples of phrases coded as negative are, 
"You're wrong, " "It isn't, " or "You better try 
getting these. " Each subject was given two 
scores: proportion of positively*toned state* 
ments and proportion of negatively*tone^ 
statements. Proportional scores were figured 
using the total number of phrases (positive, 
negative, and neutral) made by the tutee during 
the nine critical trials* 

Two coders, after an initial training 
period. Independently content«*analy2ed the 
nonverbal behavior of the tutees according to 
a set of 20 codes. Body movements during the 
presentation of the 9 critical test items were 
coded. A behavior was scored as having oc-* 
curred each time it was seen by the coder. 
Thus, the same behavior could be scored as 
occurring more than once for a given test item. 
Simultaneous behaviors could also be scored. 
After each coder had independently analysed 
all subjects, the two went back and reconciled 
their differences, which were not substantial. 
The number of times each behavior had been 
recorded was then summed across the nine 



crlUcttl trials. The total nvunber of all be** 
havlors was then determined » and a proportion 
(or each particular behavior was calculated* 
Thu8# each subject received 20 scores (one 
lor each behavior) and, because they were 
proportions t the scores summed to one* 

The 20 categories of behaviors were 
determined in two ways. Firsts the body 
movements found to correlate highly with 
affect in prior studies were deemed a priori 
to be relevant. Thus» such behaviors as 
smiling « head nodding, head shaking « and 
postural changes were included. Seconds 
random samples of the video recordings of the 
tutors* behavior were observed * and the be* 
haviors which were seen most frequently and 
which could be objectively coded were also 
included. The 20 categories of behavior 
were: big smile; little smile; pitrsing lips; 



laughing; biting lips; eyebrow up; eyebrow 
down; nodding head; shaking head; head 
movement other than shaking or nodding; 
hand to face; hand to hair; reaching toward 
tutee; fidgeting; leaning forward; leaning 
backward; standing up; general gross body 
movements; erect posture; and tutor's placing 
test booklet between himself and tutee. 

Eye gase direcuon and amplitude were 
receded by one coder. The absolute number 
of gaees directed at the tutee was fbund and 
was expressed as proportion of the total num*^ 
ber of gasses directed at the tutee, at the test 
materials, or in some other direction, in ad-* 
dition, the amount of time spent gazing at the 
tutee was determined and expressed as a per* 
centage of the total time spent looking at the 
tutee or in some other direction. 



Ill 

Results 



Vorbol B^hovior 

As would be expected « tutors in the 
Successful Performance condition used a 
higher proportion of positive affective verbal 
phrases than did tutors in the Failing Perform- 
ance condition. Mean proportion of positive 
phrases was .34 in the Success condition 
and .07 in the Failure condition, A 2 x 2 
analysis of variance « with tutee performance 
and sex of tutor as factors, showed a strong 
effect for tutee performance (£» 98,d9« 
£< ,001), while neither the main effect for 
tutor sex or the performance x sex interaction 
was significant. 

Results for the measure of negative 
affective verbal phrases were also as pre- 
dieted: there was a greater proportion of 
negative affect displayed under tutee failure 
than when the tutee was successful (,02 
versus ,13, respectively). The analysis of 
variance revealed a main effect for tutee 
performance (£ « 64,09, £ < ,001)* The main 
effect for sex and the performance x sex 
interaction were not significant. 

Thus , the affective content of verbal 
statements was as predicted. Under condi- 
tions of tutee success , there was a greater 
proportion of positively-atoned statements 
made than under conditions of tutee failure. 
Conversely, there was greater negative affect 
expressed verbally under conditions ot tutee 
failure than under conditions of tutee success. 



Nonverbal BehovlQiw-^ody Movement 

Data for each of the 20 categories of 
body movements were analyzed in a 2 x 2 
analysis of variance « with tutee performance 
and tutor sex as factors , On none of the 
categories was the sex effect or the inter^ 
action of performance and sex significant; 
therefore, only the main effect of tutee per- 
formance will be considered when reporting 



the results in the following sections. Means 
for each category are shown in I able 1, 

fticioi Expression 

Seven of the categories were concerned 
with the tutor^s facial expressions: big smile # 
little smile » pursing lips, biting lips« eyebrow 
up, eyebrow down# and laughing. Of these 
categories, only "purging lips** showed a dig** 
nif leant main effect fc*' tutee performance 
(E» 5.34, ja< ,02), There was a greater pro- 
portion of lip pursing under conditions of 
tutee success (,016 and ,040, respectively). 
Data from the other six categories showed that 
there was virtually no difference in mean 
scores between the success and failure condi- 
tions , 

Hecicl Movements 

There were three kinds of behavior 
scored which related to head movement: head 
nodding, head shaking, and other types of 
head movement. There were significant main 
effects for performance for both the head nod- 
ding category (£ = S,21, £ < ,03) and the head 
shaking category 19,82, £< ,001), 
Means for these categories were as expected: 
there was a greater proportion of nods under 
conditions of tutee success (,085) than under 
conditions of tutee failure (,046), and there 
was a smaller proportion of head shaking under 
success (,014) than failure (,048), 

Posture 

There were five categwies relating to 
posture: leaning forward . leaning back # reach- 
in j toward tutee, erect posture^ and standing 
up. Three of these measures differed signi- 
ficantly according to tutee performance , 
Tutors tended to lean forward toward the 
tutee a greater proportion of the time in the 
tutee failure condition than in the tutee 
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Table 1 

MEAN SCORES—NONVERBAL BEHAVIOR 
UNDER CONDITIONS OF SUCCESS AND FAILURE 



X 





Tutee n « 31 


Tutee n = 25 




Category 


Success 


Failure 


F 


1 • Bid smile 


.015 


.026 


2.11 


2. Little smile 


.039 


.030 


.40 


V • *WM 94449 


016 


040 


5 34* 


4. Biting lips 


.034 


.034 


.01 


5. Eyebrow up 


.007 


.008 


.01 


6. Eyebrow down 


.000 


.001 


2.47 


7. Laughing 


.011 


.015 


.34 


8. Nodding head 


.085 


.046 


5.21* 


9 • Shaking head 


.014 


.048 


19.82*** 


10. Other head movement 


.061 


.073 


.87 


1 1 • Leaning forward 


.047 


.107 


7.11* 


12 • Leaning back 


.054 


.024 


1.22 


13. Reaching toward tutee 


.022 


.081 


20.18*** 


14. Erect posture 


.284 


.107 


29.33*** 


15 • Standing up 


.007 


.017 


1.79 


16. Fidgeting 


.049 


.093 


7.12** 


17, Hand**tO'*face 


.028 


.051 


2.27 


18. Hand*to-*hair 


.011 


.016 


.67 


19. Placing book between 








face and tutee 


.158 


.107 


2.54 


20 • General gross body 








movement 


.050 


.068 


1.76 



* p< .05 
** p< .01 
*** p < .001 
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success conaitlon IE « 7 .01). Mean 
proportions were .107 under failure and 
• 047 under success. In addition « tutors 
reached toward their tutee significantly more 
(Ff 20.18, .001) under conditions of 
failure (.081) than under conditions of suc- 
cess (.022). There was a strong difference 
(L» 29.33, £i< •001) In the degree to which 
the tutor's posture was erect « with tutors 
sitting erect more with successful tutees 
(.284) than with falling tutees (.107). 

Gross Body Movements 

There were five categories which fell 
under the rubric of gross body movements: 
fidgeting, hand-to-face, hand-to-halr, plac- 
ing book between face and tutee , and general 
gross body movement. The only measure to 
show significant differences between perfor - 
mance conditions was that of fidgeting 
i= 7.12,^ < .01). There was less fidget- 
ing when the tutee was successful (.049) 
than when he was falling (.093). 



Eye Goie 

Measures were made of the proportion 
of Instances In which the tutor directed gazes 
at the tutee # as opposed to looking at the test 
materials or looking some other place In the 
room. The proportion of time the tutee spent 
gazing at the tutor was also receded. These 
data were analyzed in two 2x2 analyses of 
variance* with tutee performance and tutor 
sex as the factors. 

The measure of proportion of gazes 
directed at the tutee showed a significant 
effect only for tutee performance (F» 15.06# 
£ < .001); the sex effect and performance x 
sex Interaction were not significant. Exam- 
ination of the means showed that tutees in 
the failure condition were looked at a greater 
proportion of time (.42) than tutees in the 
success condition (.34). 

Parallel results were found for the 
measuxe of proportion of time spent looking 
at the tutee . The only significant effect 
found In the analysis of variance was the 
main effect for tutee performance « 3. 69, 
£< .06). Again, tutors spent a greater pro- 
portion of time looking at the tutee when he 
was doing poorly (.32) than when he was 
doing well (.25). Thus, the two measures of 
eye gaze consistently show that there was 
greater eye contact under conditions of fail- 
ure than under conditions of success . 



RoloHonship Between Verbal ond 
Nonverbol Behovior 

To determine the nature of the relation- 
ship that existed between the verbal and non- 
verbal behavior of the tutors « correlations 
were calculated between subjects* scores of 
proportion of positive and negative verbal 
phrases and the tv'enty nonverbal behaviors. 
The correlations « .ere carried out separately 
for subjects In the Uuccess condition and for 
those in the Failure condition (see Table 2). 
In this way it was possible to determine 
whether the associations existing between 
verbal and nonverbal behavior differed accord- 
ing to tutee performance. 

Looking first at the relaUonship between 
positive verbal phrases and nonverbal behavior, 
it can be seen from Table 2 that under condi- 
tions of tutee success there was only one 
significant correlation: there was a negative 
relaUonshlp (r « - .305, p < .10) between pos- 
itive affective statements and gross body 
movements; the less frequent the positive 
phrases, the greater was the amount of body 
movement. This association is similar In 
direction, although not significance, under 
conditions of tutee failure (r » - .184« ns). 
The only other significant correlation between 
positive phrases and nonverbal behavior is 
found under conditions of tutee failure. Purs- 
ing lips is associated poslUvely with positive 
verbal behavior (r * - .184. p « ns). Appar- 
ently, while the tutor Is vert>ally positive, 
nonverbally he is pursirtg his lips when the 
tutor is doing poorly. This contrasts with the 
negative , although not statistically signifi- 
cant, relaUonshlp (r « - .234), between poslttve 
phrases and pursing lips when the tutee does 
well. 

Turning next to the relationship between 
negative verbal behavior and the nonverbal 
behavior of the tutor. Table 2 shows that there 
were no significant correlations found between 
negative verbal phrases and nonverbal behavior 
under conditions of tutee success. However, 
four associations were found In the failure 
condition. As Is reasonable, there was a 
positive relationship between head shaking 
and negative affective verbal behavior 
(r s +.440, £ < .05) . The data also show a 
positive association between erect posture 
and negative verbal behavior (r^ +.378, 
£ < .10). This finding Is congruent with two 
others: there Is a negative relationship between 
negative verbalization and the categories of 
reaching toward the tutee (r » - .536, £ < .05) 
and leaning back from the tutee (r « - .377, 
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Table 2 

CORRELATIONS BETWEEN VERBAL. AND 
NONVERBAL BEHAVIOR, BV CONDITION 



Nonverbal Positive Verbal Statements Negative Verbal Statements 

Behavior Success Failure Success Failure 



1 . Big smile 


-.064 


.108 


-.044 


.132 


2. Little smile 


-.065 


.146 


.205 


.249 


3. Pursing lips 


-.234 


.343* 


.204 


-.154 


4 . Biting lips 


.011 


-.162 


-.037 


-.056 


5 . Eyebrow up 


-.079 


-.088 


.049 


.105 


6. Eyebrow down 


*** 


-.333 


*** 


.060 


7. Laughing 


-.006 


.155 


.134 


.134 


8. Nodding head 


-.012 


.271 


.130 


.112 


9 . Shaking head 


.026 


.026 


.077 


.440** 


10. Other head movement 


.170 


-.076 


-.248 


.022 


1 1 . Leaning forward 


.061 


-.109 


-.254 


-.098 


12. Leaning back 


-.111 


-.001 


-.010 


-.377* 


13. Reaching tov/ard tutee 


.183 


-.166 


-.133 


-.536** 


14. Erect posture 


-.003 


.109 


.177 


.378* 


IS. Standing up 


.244 


-.062 


.050 


-.229 


16. Fidgeting 


.013 


.033 


.061 


-.008 


17. Hand- to- face 


.075 


.020 


-.099 


-.331 


18. Hand-to-hair 


.218 


-.257 


-.012 


.118 


19. Placing book between face 










and tutee 


.053 


-.048 


-.218 


.285 


20. General gross body movement 


-.305* 


-.184 


.230 


.088 



* £< .10 
** £< .05 

*** approximation; no cell variance 
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JB < • 10) . It appears that when criticUing 
his tutee, a tutor tends to sit rigidly erect, 
and dotis not show signs of relaxation by 
leaning forward or back in his seat. 

Two other statistics were calculated 
to determine whether the relationship between 
verbal and nonverbal behavior differed, in 
general, according to tutee success or fail-^ 
ure « Looking at positive and negative verbal** 
i2ations separately, the correlation for each 
nonverbal behavior was calculated between 
the good and poor performance condition, and 
a new correlation was determined* The find** 
ing of a positive correlation suggests that 
there is a similarity between the distribution 
of associations for the conditions of success 
and failure, while a negative correlation sug** 



gesta that the relation between verbal and 
nonverbal behavior differs according to the 
performance of the tutee* For positive verbal 
statements, the correlation between good and 
poor performance was -.357, indicating that 
the relationship between verbal affective 
phrases and nonveri^al behavior differed ac* 
cording to the perfomance of the tutee. For 
negative verbal statements, the correlation 
was -^.315; here there was a positive coirela* 
tion, suggesting that negative verbalizations 
are associated with nonverbal behaviors 
similarly and independently of the performance 
of the tutee. However, neither of these cor*- 
relations were statistically significant and 
thus must be viewed merely as trends . 




IV 

Discosston 



The present results show quite clearly 
that both the veri^al and nonverbal behavior 
of a tutor is affected by the performance of 
his tutee. Tutors were found to display dif-* 
ferential behavior verbally and nonverbally 
depending on whether the tutee did well or 
poorly on a concept attainment test. 

It is not surprising that the affective 
content of a tutor* s verbal behavior would 
vary according to tutee performance , although 
this contradicts the contention of some re** 
searchers that tutors texid to give little spon** 
taneous feedback (either positive or negative) 
unless specifically instructed to do so 
(Harrison, 1971). It is interesting to note 
that under conditions of successful tutee 
performance # tutors tend to make a greater 
proportion of positively-toned statements 
(.34) than they do negatively^ toned state- 
ments under conditions of tutee failure (.13), 
although the absolute degree of success and 
failure is equivalent between the two condi- 
tions. It appears that tutors may try to avoid 
giving verbal indications of negative affect 
or feedback to their tutee # which coulu be 
congruent with a possible norm against dir- 
ect criticism of others (Goffman, 1959). 

The results of this study may have been 
influenced by normative constraints regard- 
ing the display of negative (and sometimes 
positive) affect. Although some of the behavi- 
ors which differed significantly between condi- 
tions are easily predictable (e.g. , greater 
head nodding under success and greater head 
shaking under failure), the most obvious 
symbols of positive affect — smiling and 
laughing, for instance — showed only minimal, 
nonsignificant differences between conditions. 
In fact, 13 of the 20 behaviors measured in 
the study did not differ between conditions . 
We may attribute this lack of difference to 
three possible factors. First, and most ob- 
vious, some of the behaviorft we measured 
may simply not be related to the affective 
feelings generated by tutee success and 



failure. Second, and this appears to be the 
case with the eyebrow down, eyebrow up, and 
standing up categories , the occurrence of cer- 
tain behaviors was very low in proportion to 
the total number of behaviors , perhaps leading 
to a bottoming effect. 

The third possible explanation for the 
lack of difference rctween conditions on many 
of the measures i$ tne one that is the most 
theoretically intriguing. We speculated 
earlier about the existence of a norm against 
the display oi afiect. If there is such a norm, 
then the tutors would be attempting to hide 
both verbal and nonverbal displays of affect. 
Ekman and Friesen (1969) have speculated 
that when an individual attempts to suppress 
his veridical feelings , the actual affect may 
"leak" out, particularly nonvert}aUy. Meh- 
rabian (1972) has evidence supporting this 
notion. Assuming that this leakage phenom- 
enon does occur, we might expect that the 
most obvious nonverioal signs would not be 
affected, but that more subtle sorts of non- 
verbal behaviors would show the effects of 
suppression. The significantly greater occur- 
rence of fidgeting under conditions of tutee 
failure provides suggestive evidence for this 
speculation, as Ekman and Friesen (1969) have 
theorized that leakage is most likely to appear 
in nonverbal behaviors other than facial. 

The leakage hypothesis is also supported 
by the finding that the more positive the tutor's 
verbal statements are , the more likely he is to 
purse his lips when the tutee is doing poorly. 
If the tutor feels he is not being genuine when 
he is verkally positive toward the tuteo, then 
this may be displayed nonverbally. Of course, 
the leakage explanation is mere speculation, 
based upon only a small portion of the data . 
In fact, most of the significant relationships 
found between verbal and nonverbal behaviors 
show congruence between the two modes of 
expression. 

Another finding from the nonverbal 
behaviors of the tutors bears comment. 
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Mehrabian (1972) has reviewed much evl** 
dence showing that positive affect between 
two persons is positively correlated with 
closer spatial position « greater forward lean-- 
ing, more eye contact # and more direct body 
<»^ientation. He subsumes these behaviors 
under the term "immediacy** and says that an 
individual assumes a more immediate position 
with someone he likes. However, our find-^ 
ings suggest Just the opposite relationship: 
there was significantly greater reaching 
toward the tutee# more leaning forward # and 
more eye gaze (in terms of both number and 
length of contacts) when the tutee did poorly 
than when he did well. 

The explanation for these findings 
rests on the nature of the task. When the 
tutee was doing poorly, the tutor would often 
lean forward toward the tutee and explain 
things, pointing out examples in the tutee*s 
booklet. Thus, the typical relationship be** 
tween proximity and affect was reversed In 
this study. The reason for the greater amount 
of eye contact under conditions of tutee fail- 
ure is less obvious. It is possible that the 



tutor attempted to use the tutee *s nonverbal 
behavior to assess the source of the tutee *s 
difficulty which would have resulted in greater 
eye contact in the failure conditions. What- 
ever the reason, these results do suggest that 
relationships between nonverbal behavior and 
affect which are stated in one-to-one, invari- 
ant terms are subject to disconfirmatlon. The 
nature of each situation must be taken into 
consideration when hypothesising relation-^ 
ships between nonverbal behavior and affec- 
tive states. 

The fact that tutors display differential 
nonverbal behavior according to the perform- 
ance of their tutee is of practical as well as 
theoretical interest. Feldman and Allen (1974b) 
found that third and sixth graders were able 
to decode accurately the nonverbal expressions 
of another third grader Although adults could 
not). It is likely, therefore, that the tutee 
whose tutor is displaying negative affect non- 
verbally may be quite capable of decoding the 
meaning of that behavior — and that both his 
performance and his morale will be negatively 
affected. 
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